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Early Research on Transition
The process of transition, or transfer (the words tend to be used interchangeably) has been a frequent subject of investigation in this country.  In a recent review, covering the period 1975 to the present time, Symonds and Galton (2015) identified 100 credible empirical studies dealing with the move from primary to secondary school of which 41 were conducted in the UK. The stimulus for much of the early research arose from the creation of the middle school as part of the shift to comprehensive education and the consequence of a Local Authority’s need to adapt its existing school buildings for this purpose. It thus became possible for pupils to move schools at the age of 8, 9, 10, 11, 12 or 13 in different parts of the country. Researchers tended to estimate the effects of the move by measuring pupils’ anxiety, motivation and general attitudes to schooling and by academic progress (Nisbet & Entwistle, 1966; Youngman, 1978). This research tended to establish that after the move there was a temporary ‘hiatus’ in both attitudes and attainment which lasted for about six weeks after transfer. For between 20% and 12% of pupils the negative effects were longer term (Dutch and McCall, 1974; Spelman, 1979). No overall conclusions were reached about the best age of transfer.

One weakness of the above studies was that they did not explore the experiences of teachers and pupils over the transition period in an attempt to discover reasons for these dips in attitude and attainment.  One small scale study (Nash, 1973) followed pupils during their last term in primary school. This found that pupils’ ideas of secondary school were largely attributable to the views of their teachers which were mostly misconceived and that secondary teachers also had a false impression of what was taught in the last year at primary school. The result was that there was little by way of curriculum continuity and much of what was taught during the first few weeks in the transfer school merely repeated what had already been covered at primary level, and this gave rise to the dip in attitudes and motivation.

By far the largest study of this period was linked to the 1975-80 ORACLE (Observational Research and Classroom Learning Evaluation) programme. Pupils and teachers were observed (using both systematic and participant approaches) and interviewed for up to two years in the primary feeder school and for one year after transfer (Galton & Willcocks, 1983; Delamont & Galton, 1986). Nash’s earlier conclusions were largely supported. There was little contact between the schools apart for administrative purposes such as the production of form lists and the allocation of the incoming pupils to bands or streams for some subjects (English and mathematics). Pupils visited the secondary school for a morning in the latter half of the summer term. The visit typically consisted of a conducted tour of the premises, by a ‘volunteer’ senior student, a short talk by the teacher in charge of transfer in which the main topic concerned the purchase of suitable uniform and equipment. Pupils tended to depart in a more concerned state with many of their anxieties remaining, such as getting to and from school on time, paying for school dinners, knowing whom among their present friends would be in their form, and whether the teachers were stricter than the ones back at primary school. Only a relatively few schools offered a complete induction day where the newcomers were offered what was said to be ‘typical lessons’ met with their form tutors and paid for and experienced a school dinner.

Despite the fact that the transfer schools in the ORACLE study covered transition at 9, 11 and 13 years of age, the practice in all six schools was remarkably similar. One of the six transfer schools sought to retain a primary ethos by having fewer teachers covering the subjects, and providing a separate base and play area, but the content of lessons was remarkably similar. Pupils were given no leeway but immersed into the daily routines of the school from the first morning. Thus from period one pupils in the other five schools had to find their way to their various classrooms in accordance with the day’s timetable. Lessons for each particular subject in each school were remarkably similar, so that in science during the first few periods pupils learnt the names and uses of various pieces of equipment (filter funnel, Bunsen burner, conical flask etc.) and how to write up an experiment. Teachers’ expectations of what had previously been learned in the feeder schools were generally low. As one art teacher told the class, “Instead of just a bit of fun and splash we are going to think about drawing....what we refer to as the basic elements of design; these are  line, colour, shape and form” (Galton & Willcocks, 1983: 114).

Transition under New Labour
During the following decade nearly all Local Authorities began to set aside one day in the second half of the summer term for Induction in all its transfer schools and greater emphasis was placed on the social-emotional aspects of transition (Brown & Armstrong, 1982; Jennings & Hargreaves, 1981). The next major transfer initiative coincided with the return of the Labour Government in May, 1997. The Department for Education and Employment (DfEE) commissioned a transfer review in which a survey was made of current practice in 61 Comprehensive schools (Galton, Gray & Rudduck, 1999). These researchers identified significant changes in practice since the 1970s in what were conceived of as the 5 bridges of transfer. In the Administrative Bridge, there was much greater contact between the transfer school and its leading feeders, information on pupils was more succinctly organised and transmitted electronically, and special attention was given for the future provision of children with special needs. The second bridge, the social and emotional aspects of transfer was well developed. In most schools an Induction Day was supplemented by additional visits throughout the year. Pupils were invited to concerts and plays, and together with their primary teachers made use of some of the specialised areas (gym, drama studio, science and IT laboratories) for lessons. Pupils in the primary feeder schools could e-mail a ‘buddy’ in Year 7 of the transfer school and seek information or raise issues. The Induction Day now provided ample opportunities for pupils to spend time with their future form mates and engage in ‘bonding exercises’. Time was put aside for a question and answer session with the pupils who transferred in the previous year. In some schools pupils were provided with booklets in which they recorded their thoughts and feelings over the summer vacation and this was taken up again in form time at the start of the new school year.
The third bridge, Curriculum, sought to promote better continuity through the use of what were called Bridging Units’ These were projects which began in the feeder school during the last six weeks of the summer term and finished off in the transfer school. Special Units in English, mathematics and science were later provided by the QCA, Qualifications and Curriculum Authority (2002). These subject based units were not universally welcomed by teachers (Galton, Gray, Rudduck, et al., 2003) partly because they too closely resembled school work, but when designed for their motivational impact on pupils and when they engaged in integrated topics that pupils deemed interesting and relevant they were more successful in ensuring that teachers in the transfer schools did not ‘cover old ground’. Some schools also sought to enhance the status of these units by making them the subject of a display which could be presented at a parents’ evening (Braund, 2007; Fuller et al., 2005)

The fourth bridge involved pedagogy. Whereas the original intention of early transfer researchers such as Eccles and Midgley (1989) was to have transfer schools continue to develop the more child centred approaches associated with the primary phase, the effects of accountability movement, particularly as implemented  by Her Majesty’s Chief Inspector, Chris Woodhead, meant that the reverse of what was intended now  took place and teaching in the last year of primary most closely resembled a traditional secondary pattern with an emphasis on teaching for transmission (Alexander, 2000). Some schools, however, were attempting to expose this situation by having Year 6 and Year 7 teachers observe and then exchange their respective classes.

The final and fifth bridge involved the development of pupils’ self management skills, both their capacity to cope with the more complex organisational arrangements of secondary school, such as getting to the right classroom on time, bringing the correct equipment, planning homework and coping in some cases with a two-week timetable, and the acquisition of new ways of learning. The aim in Lahelma and Gordon’s (1997) description of this process was to create a professional pupil.  Around the millennium some schools began to pursue this aim by holding post-transfer induction days where students familarised themselves with the workings of the school but also practised various skills such as note-taking, summarising, researching and making enhanced presentations including visual effects etc. Galton et al., (2003) found this to be the least developed of the five bridges because once the induction was completed subject teachers rarely required students to use these newly developed skills. This increase in transition activity received strong support from the then secretary of State for Education, David Blunkett, who created two Beacon Authorities (Suffolk and Lincolnshire), charged with spreading best practice to other LEAs.

Research of the period tended to suggest that the greatest effects occurred at the administrative and social bridging structures. Evangelou et al.(2008) found that pupils with special needs were better cared for and that most settled as quickly as the other students. Anxieties such as getting to school on time, fear of being lost in the bigger school and getting along with the older students were quickly dissipated, but concerns about the difficulty of work, the behaviour of teachers and making friends remained. However, these concerns were now of a different kind. Whereas before transfer pupils worried that they wouldn’t cope with more difficult work they now objected because it was not sufficiently challenging and was often a repeat of what they had done in Year 6. Pre-transfer concerns about teachers mainly had to do with their severity, but after the move it had more to do with inconsistency between different members of staff in applying the rules. Prior to transfer pupils worried about keeping their old friends and making new ones. By the end of the first half term in the secondary school most students had made new friends but were now worried about keeping them, and if they did break up, whether s/he would betray ‘secrets’. (Chedzoy & Burden, 2005; Galton, 2010a).  Thus, as Demetriou, Goalen and Rudduck (2000) suggest, with regard to teachers and friendships in particular, transfer fears were merely an instance of a more general set of problems that impact on students throughout their school careers.

During this period various theories were developed to explain the above effects. The notion of transfer as a ‘status passage’ (Measor & Woods, 1984) was adapted from Glaser & Strauss’ (1971) definition which involved a change to a more demanding, responsible social role. Measor and Woods argued that it was important for pupils to be presented with tangible differences in the way they were treated and taught on arrival at secondary school, particularly because this particular transition coincided with the emergence of adolescence with its accompanying biological changes. Another viewpoint emerged from research in the United States undertaken by Eccles & Midgley (1989). These authors argued that dips in attainment and attitudes at transfer were caused by a disparity between the needs of the young adolescent for greater autonomy and the restrictive secondary school environment. Their notion of stage-environment fit argued for greater continuity whereby the informal traditions of the early years was carried through into the middle and high schools. More recently, interest has been shown in transitions which take place in the workplace, involving job changes and promotions. Symonds & Hargreaves (2016) have used an occupational transition cycle developed by Nicholson (1987) which consists of four training phases; preparation for change, monitoring and reflecting on initial encounters after transition, helping to promote gradual adjustment to the new situation and managing the stabilisation process such that individuals achieve consistent personal and organisational effectiveness in their new roles. Symonds & Hargreaves (2016) have identified ways in which transfer between schools resembles this occupational model but note that in the workplace these transition processes take place over a much longer time scale. 


Recent Developments in Transition
 The main purpose of this article is to describe current practice with regard to transfer and to compare it with that from earlier decades as summarised in the previous paragraphs. The comparison is based on the case studies of four schools which were part of the latest of a series of evaluations of the impact of the arts on children’s and young people’s wellbeing (Galton & Page, 2015). In the latest of these evaluations pupils’ wellbeing was measured over the period of transfer from primary to secondary school (McLellan & Galton, 2015). The focus here, however, is on the process of transfer, where in accordance with previous research practice pupils, as a minimum, were observed on induction day, during the first days in the secondary school, and then again during the spring or summer terms. In addition, groups of pupils and key staff were interviewed during the first half term in Year 7 and towards the end of the year. Informal conversations with pupils in between observation sessions, when for example, walking from one classroom to another or during morning and dinner breaks, also took place. The study was conducted in the academic year 2013-14. Here for reasons of space we have concentrated on the immediate period before and after transition, but have included the interviews of pupils’ retrospective evaluation of these early experiences as an additional source of evidence from that derived from our own observations

Two of the schools were designated specialist Arts Colleges. The first of these, St. Cuthbert’s was a Roman Catholic 11-18 school on the northern edge of an East Midland’s city. There were 1062 pupil on roll and 14.6% of these (155) were in the sixth form. At GCSE 67% of pupils obtained A-C grades in English and mathematics and 22% of its pupils received free school meals. The inspection in the previous year had returned a ‘good’ overall grade. During the case study year, it was undergoing an extensive rebuilding programme. 

The second Arts College, Kenniston, also an 11-18 school was on the southern edge of a neighbouring east Midland’s town in the adjacent local Authority.  There were 1019 pupils on roll of which 12.3% (126) were sixth formers. At GCSE 62% of pupils achieved an A-C grade in mathematics and English. It too had been rated ‘good’ overall when inspected in the previous year. Only 12.6% of pupils were receiving free school meals.

The remaining two schools were in the same East Anglia LEA, some 20 miles distant from each other.  Markham, an 11-18 school, had acquired Academy status in the year prior to the study. It had undergone a complete re-build which was in the final stage of completion at the time of the Induction day visit. Of the 1,335 students on roll, 248 (18.6%) were in the sixth form. In the last GCSE 62% of entries gained A-C grades in both mathematics and English.  Over a quarter of pupils (29.5%) received free school meals. A unique feature of the new building was a separate Year 7 base and play area.  Apart from science, ICT, Design and Technology and P.E. all lessons were conducted in the form room. Another difference from the other schools was the creation of a small class of 15 pupils for children who under the old special needs system​[2]​ would have been classified as in need of a statement or were ‘action plus’. These pupils had a primary style arrangement where all subjects, except those outside the base area were taught by the form teacher. 

The fourth school, Latchmere Community College, had formally been a grammar school but was now an 11-16 Academy. There were 1323 pupils with just over 50% of GSCE entries getting A-C grades in both English and mathematics. 28.2% of pupils received free school meals and 7.4% were classified under the old system as statements or ‘action plus’.  The most recent Ofsted inspection had placed the school in ‘requires improvement’ category. Major criticism was directed at the senior management’s tendency to ‘overestimate the quality of the teaching’ and a failure to reach ‘an acceptable’ standard in English.
  
The changing political context in which the study took place needs to be acknowledged. Under Michael Gove, as Secretary for State for Education, every opportunity was taken to reduce even further the responsibilities and influence of the Local Authorities on the maintained schools sector and to set schools free from local authority control. Financial incentives were offered for schools to apply for Academy status and free schools were encouraged, even in catchment areas where the current provision was more than adequate to meet parental needs. The case of the Suffolk Authority illustrates this decline. Awarded Beacon status in 2002 for its outstanding contributions, particularly in aspects of transition, it was the subject, a decade later, of considerable criticism by the Education Department (being ranked 148 out of 150 LEAs for attainment at Key Stage 2 and 142 out of 50 at Key Stage 4) and called on the Royal Society of Arts (RSA) to conduct an inquiry and make recommendations in its bid to retain its independence.

At the same time schools have had to face a ‘ratcheting up’ of the ‘performativity’ (Ball, 2000) agenda. Concern for aspects of wellbeing and social emotional learning, a key element of the transfer process was seen in the words of the then Secretary of State, Mr Gove, as ‘peripherals’ which distracted teachers from their essential task of raising achievement standards (Northern, 2012). The revised Ofsted Inspection Framework no longer included any reference to pupils’ wellbeing. Matters have not been helped by regular criticisms of schools by the current Chief Inspector, Michael Wilshaw, for their complacency (successive ‘satisfactory’ grades, now abolished, were no longer acceptable irrespective of circumstances; schools deemed to be underperforming threatened with ‘academisation’ etc.) and teachers for the failure to exert proper control in the classroom in a report that claimed that ‘many teachers had come to accept some low level disruption as a part of everyday life ’ (Ofsted, 2014). 





Induction Day at the four schools
Table 1 shows the programme for induction day in all four schools. In each case the first task of the day was the assignment to tutor, form, and or house groups. This generally took longer than allowed for so that from thereon timings began to slip so that lessons tended to be cut short in order to meet fixed points in the day such as the morning and lunchtime break. At Markham Academy several feeder schools failed to arrive on time so the proceedings only began 30 minutes after the scheduled start. In every school throughout the day there was timetable slippage with the consequence that the tasks set during lessons were rarely completed. 

Insert Table 1 about here
 
At Kenniston College the first children arrived at 8.15 a.m. but others were still coming after 9 o’clock so that the administrative staff had then to identify the classroom where each individual was supposed to be and find someone who could take them there.  Children had to remember three things, their house, their tutor and their lesson group. The tutor groups were made up of students from all years.  At St Cuthbert’s there were also houses, named after various saints, and form groups. Pupils were given a coloured label with their name and form. The Year 7 coordinator, Mrs. Pearl, made a great effort to speak and write the names correctly, redoing labels where necessary.

Mrs. Pearl: Sheni Amy. Do you want to be called by both names?
Pupil: No. Just Sheni.
Mrs. Pearl: Ok. I’ll write you a new label. Five, four, three, two, one [there is lots of excited talking] When I talk you have to listen, otherwise you will miss something.  You have a number on the register written against your name and it’s also on your badge. This is your group next year and it’s a mix of your old primary schools and from other schools. This is so you can start to make new friends. You are going to be here for the next seven years so it’s a good time to start making new friends now. 

At the other two schools the system was less complicated. At Markham prefects stood around the room with boards with the initials of the tutors written on them (7JPE, 7KBL etc.). Pupils went to tables labelled AB to BR; CU to JA and so forth to collect their name badge with the tutors’ initials. They then lined up behind the prefect with the appropriate board. At Latchmere pupils were allocated name tags and assigned tutor groups where they then went to sit. 

Most of the welcome speeches were short and consisted of reassurances about not thinking you are the only one feeling a little lost or worried about making new friends and so forth. The second most frequent theme was one of opportunity. At Latchmere the advice was ‘to work hard and make good progress to set you up for life’. At Kenniston pupils were told, ‘You’ve come to the best school in town with a fantastic staff who will always help if you only ask’ (emphasis on the italicised words). Pupils at St. Cuthbert’s were ‘here to learn and help others’ while at Markham pupils were set the task of having made ‘at least one new friend before you leave today’.

With the exception of St. Cuthbert’s, the remaining schools set aside time for form and tutor groups which were generally devoted to team building exercises. At Kenniston, nearly all of the morning was taken up with this activity. In the first session pupils had to shake hands, look into each other’s eyes and say what colour these were. Next they had to make a circle. Each pupil had to step into its centre, say their name and describe a favourite activity or pastime. The tutor, Mr. Harding started them off: The following pupil then had to add his contribution and repeat those that had gone before.

Mr. Harding: I’m Paul and I like Music.
1st pupil: I’m Jacob and I like to play video games; He’s Paul and he likes music.
2nd Pupil: I’m Jack and I like to sit on the toilet; He’s Jacob and he likes playing video games, he’s Paul and he likes music.
Some pupils couldn’t remember the activities so Mr. Harding got them to repeat the exercise with actions and there was much laughter when it was Jack’s turn.

At Markham another version of the same exercise was used. This time pupils had to tell two things about themselves. They then played ‘get to know you Bingo’. Pupils in their groups received a point if they could match the criteria set by the tutor (Are you left handed? Are you an only child? Were you born between April and July?). At Latchmere the form group did an activity where the pupil with the ball had to introduce him or herself and talk about their hobbies.  Pupils tended to get rid of the ball as quickly as possible and throw it to a friend, so the tutor took over the running of the game by indicating the next holder of the ball by highlighting an article of clothing or its colour. This was followed by a ‘postcard activity’ on which they had to write something about themselves, their ambitions etc. Pupils were encouraged to colour in their cards and told they would be put on display once the tutor had read them. 

All schools offered some taster lessons although the number varied from six at Markham to one at Kennington. Science was the most popular.  At Latchmere pupils explored the Bunsen Burner and learned some of the safety rules. At St Cuthbert’s pupils made up solutions of acid and alkali of different strengths. They added universal indicator to produce a range of colours.  Miss Welch told her class:

I’m not going to show you because I want you to get the excitement when you see what’s happening.

At Markham, the science teacher didn’t begin by telling pupils his name although it was written on the whiteboard. Mr. Simpson’s first words to the class were:

I’ve got two rules. When I talk you don’t and don’t touch anything unless you’re told to.

Pupils were first quizzed about safety in the laboratory. They then split into groups and went to where white tiles with three kinds of food (bread, cheese and milk) on them were set out around the laboratory. Pupils were instructed to pipette a drop of iodine on each food and observe the colour change. They then had to write down their observations in the booklet provided. Mr. Simpson offered more of his rules:

When we do experiments we push the chairs in and we stand.
You must always write down everything you see happening, because science is about observation.

Not everybody finished but Mr. Simpson told the group that normal lessons were 50 minutes and not 25 so ‘There’s plenty of time for writing up’.  In IT pupils received a password and did a quiz on the computer with questions such as, what is the significance of the five Olympic rings and What organisation was founded by Robert Peel? One pupil responded to the former, ‘because there are five countries in the UK’, and to the latter, ‘the Boy Scouts’. In art pupils sketched various objects of their choosing. In DT pupils were given pictures of four chairs (a bean bag, high chair, dining room chair and armchair) and asked to create a design so that these objects could move.  Each group had to pass their design of their allocated chair to the adjacent group so it could be modified because,

In design we share ideas and that’s a whole lot better.

Children from other forms had different experiences. Some did dance, some drumming, but all had time out from these activities to be fitted for their free uniform.

At St Cuthbert’s pupils alternated between PE, design, humanities or drama. Geography consisted of a quiz based on true/false statements about Great Britain (its capitals, relative sizes etc). In Drama pupils were given 3 characters, a surfer, a hot dog seller and a surfboard hirer and had to construct a mime. They had barely got started when it was time for lunch. In all schools this was taken before the rest of the school arrived and was often a rushed affair, partly because the Year 6 pupils dawdled over their choice of meal and because some of the older pupils arrived early and created a queue which staff did their best to disperse. After lunch the pupils went on to the playing fields except at St Cuthbert’s where lack of space (because of the re-build) saw them back in the library. Elsewhere, pupils generally stayed with others from the same school and either walked and talked, set up impromptu games or endeavoured to quiz their minders as to ‘what the teachers were really like’ and whether there was bullying etc.  

In between post lunch activities pupils underwent various routine administrative tasks such as arranging to have fingerprints taken to access the dining area and record purchases. At Kenniston groups did games in the gym or attended a talk on bullying in the theatre. Games consisted of team activities such as collecting bean bags and placing them in a bucket at the far end of the room. 

Both Arts Colleges held concerts. At St Cuthbert’s pupils sang songs, and listened to solos from the orchestra. Then there was a guessing game where a member of the orchestra played one or two notes and the Year 6 pupils had to name the tune. At one point a member of the orchestra took over conducting while the teacher played the French horn.  The next activity consisted of naming the different instruments and explaining how they worked. The highlight consisted of the teacher playing the Post Horn Gallop using a filter funnel, a length of rubber tubing and the mouthpiece from the French horn. Finally, the pupils practiced the hymn, ‘All are welcome’ which they were to sing at the Mass on the first day of next term. 

At Kenniston the Year 7 coordinator explained there would be weekly talent shows and the pupils were to see some examples. He hoped they would take part when they came next year. First up were a singing group who performed, ‘Rolling on the River’. Next there was break dancing, then a classical trio (piano, cello and clarinet) and a dance routine from the ‘Junior dance Club’.  Some of the audience, mainly boys,  seemed only partially interested and read the various documents from the folders they had been given at the start day.

In all four schools the final gathering was used for debriefing. At Markham and Kenniston there were written surveys where pupils were asked to respond to items such as

  Did you enjoy tutor activities? [Kenniston; yes/no]
  How did you rate the taster day? [Markham; one a scale of 1 to 5]
   Do you feel confident about joining us in September? [Kenniston; yes/no]
   What are you most looking forward to next year? [Markham; open ended] 

At the other two schools similar questions were posed by the Year 7 coordinator, but informally to the whole Year 6 group. Pupils tended to chorus ‘yes’ to everything. Then it was time for parents and carers to arrive and take their children home.

Reflecting on the various induction days, the observers felt that although there were marked differences (e.g. number of taster lessons, concerts) there were also certain common features.  All schools failed to keep to the timetable. Low level breaches of rules such as talking out of turn were ignored although the use of counting down from five to one for silence was fairly common. There was great emphasis placed on politeness; for example, teachers would say ‘thank you’ once silence was restored. But around the schools Year 6 pupils couldn’t fail to confront the school rules prominently displayed at various points.  Markham, for example, had ‘Expectation’, ‘Discussion’ and ‘Treatment’ rules displayed.

Expectations                                     Discussion                          Treatment
Environmental respect                       Hands up                             Treat with respect       
No bullying drugs or violence            Speak one at a time            Good manners
Punctuality                                          Active listening                   Protecting rights
Everyone does their best                                                                 Accept each other                                                                                                  
Code of dress
To follow instructions
Safety at all times


Pupils had to absorb a considerable amount of information mostly given verbally. A common feature of induction day around the time of the millennium was the opportunity for these Year 6 pupils to meet with the present Year 7. This was the most prized activity apart from opportunities to make new friends, because ‘you get to know what it’s really like’ (Galton, 2010a: 110). Nothing of this kind was offered in any of these schools. Pupils spent much of the day waiting in the central area for someone to take them to the next activity. There was also more time devoted to administrative tasks such as allocating pupils to groups and forms. This was mostly because the number of feeders had increased with greater parental choice (6 main feeders for Kenniston and Markham) and Year 7 tutors no longer spent the same amount of time visiting primary schools prior to transition.  Despite these problems, pupils when questioned after the summer vacation generally either retained a favourable impression of induction day or could remember little about it.  

First Days in the Transfer School
In three of the schools Year7 pupils started the autumn term two days before the remaining year groups. Nevertheless, all the schools, to a greater or lesser degree, spent the first days in their new school year on administration and familiarisation activities, on being made aware of expectation for both behaviour and learning and in coming to terms with a culture of performativity. In this sense, therefore, the days at the beginning of the new school year were an extension of the summer induction programme rather than a genuine fifth bridge, post-induction experience.

The first task was to ensure pupils understood the timetable arrangements. In every school pupils were issued with a planner and had to copy their timetable into it using the sheet provided. This was not always a simple matter. Some of the schools had a two-week timetable so it wasn’t the case that the same subjects were taught on a particular day each week. At St Cuthbert’s and Latchmere the timetable sheet set out the days in the columns and the periods in the rows, but in the planner this arrangement was reversed. Consequently, most pupils initially made wrong entries and had to be issued with a new planner. One tutor at St. Cuthbert’s told his form,

I’ve run out of planners so if anyone else makes a mistake they will have to go to the office and pay for a new one.

At Latchmere a tutor spotted the problem at the start of the exercise and explained to the group how to transfer rows into columns. She told them that she had no spares so they should use pencil initially.

We have till 9.20 for this today and then normal lessons, but tomorrow you’ll have another two hours for it so don’t rush.

The second common feature concerned the emphasis placed on the rules of behaviour. Throughout the first days there were constant references to rules and the consequences for breaking them. At Latchmere, it started from the first moment of the day when pupils lined up in their form groups. The tutor told them,

I do routines strictly so you line up after second bell.

There was a particular focus on appearance. The Deputy Head at Latchmere, asked by a Year 7 pupil whether his ear stud was acceptable, produced a ruler and pronounced that as it was less than 4mm ‘he could just get away with it’. At St Cuthbert’s the Principal stood by the gates as pupils left school at the end of the day to check they were still wearing their blazers and ties (properly knotted) under their top coats, even though it was a very warm afternoon.  At Markham, as on induction day, the Headteacher devoted most of his welcoming speech to the topic. He began by stressing the opportunities available, but the talk soon turned to the consequences of not meeting the school’s expectations. There were numerous rules on appearance (hair cut, hair colour, use of makeup, earrings allowed only for girls and studs must be plain gold or silver) and uniform (shirt tucked in at all times, modest, high waist trousers, black shoes, tights and socks in black or grey)

We’ll check you in the morning. If it’s not right, we’ll not let you into lessons.
We have expectations of 95% attendance. If it falls to less than 85% we’ll ask your parents in….  Failure to live up to these standards may result in a phone call home, detention, being put on report, placed in isolation, internal or fixed term exclusion. 

Once in the classroom, teachers explained about the use of ‘vivo points’. The scheme also operated at Kenniston. At Markham while the form tutor first emphasised the positive points there was a sting in the tail.

You get points for anything positive like helping another pupil and you can buy things with these points from the catalogue….  You have to get it [the record] signed each week. If it’s not signed you get a bad mark and if it goes on you get a detention.

The fact that no older pupils were present on the first day [except at Kenniston] eased discipline problems but didn’t stop teachers emphasising the school rules and also referring to additional ones of their own. These were mainly to do with not touching instruments in music, chemicals in science or machinery in Design and Technology. At Kenniston, the music teacher, Mrs. Fielding engaged in the following exchange:

Mrs. F:  When I go like this [clap, clap, pause, clap, clap, pause, clap, clap] you respond thus [clap, clap, pause, clap, clap, clap]. This means silence.  This is how I expect you to come into the room; in silence… You come in quickly and quietly and then what you do is get out your pen, pencil and notebook. 

She then went through the school rules although this has already been done during the time spent in the tutor group

Not paying attention I would give a verbal warning, then number two would be a written warning and number three would be 20 minutes in detention.  Number four you have a detention after school. You’re given a chance to sort things out but if you don’t improve your parents get an e-mail. It will be logged and your record will follow you. After that it could be exclusion from class or school. It’s a fair process.

A similar system existed at St Cuthbert’s where the music teacher went through a similar process to Mrs. Fielding, but then lightened the atmosphere by insisting that pupils answered the register by singing two lines of information about themselves. Previously, the Year 7 coordinator had dealt with rules of appearance which was similar to those at Markham. These concerned hairstyle (no number ones or dreadlocks) and what it was legitimate to wear (blazers worn at all times, no open neck shirts). Elsewhere, as at Latchmere and Kenniston, pupils were uncertain how to respond when their names were called during, for example, registration. Unsatisfactory behaviour was swiftly dealt with at all schools. Thus at Latchmere, at the first assembly, the equation, good behaviour + good attendance = good learning was displayed on a big screen.  At the end, the Year 7 coordinator thanked the pupils for sitting still and listening, particularly because it was hot and humid in the hall. He concluded:

Wait and sit still until you’re dismissed. If you have a tech subject wait here in the hall [gradually the noise level rises]. 
Sit still, face forward. You’ve not been told to leave. [Deputy Head shouting above the hum] The next person talking in my assembly will lose free time. Stop! Face forward!

In all schools, during subsequent lessons, rules were continually referred to. The history teacher at Latchmere wrote a list of sanctions on the board (one warning for talking out of turn, three warnings equals detention, numerous warnings taken further etc.) and made the class write out these in their work books, but at Kenniston, the attitude of one tutor, an art teacher, was more pragmatic.

No phones or I-Pads. Who’s got one [quite a few hands go up]? Ok! If it’s at the bottom of your bag and turned off nobody will know. I know you’re not allowed, but I’ll turn a blind eye as long as they are turned off and at the bottom of your bag.

These rules were legitimised on the grounds of pupils’ economic wellbeing. Creating the conditions that allowed everyone to perform to the best of their ability was the key to a happy and satisfying future life. Pupils were reminded that good jobs were in short supply and that the next five or seven years would determine their future. A Kenniston tutor told her group:  

We try to teach you things so you can cope with the adult world. In this town there are at least 12 people looking for very ordinary jobs.
[Teaching assistant interjecting]: My daughter went for a job in a tea shop. There were 200 others.
Tutor: Up to five people are looking for every University place so that’s why we have rules here. We want excellent attention from all of you.

With this emphasis on the need to perform went the justification for testing and monitoring.  At Markham, on day one, every class, even the small special needs group, took a full, on-line, version of the Cognitive Ability Test (CATs). Pupils were told that the results would be looked at over the weekend so that English and maths sets (except for the special needs class) could be read out on the following Monday morning in the tutor groups. At Kenniston, formal assessment extended to all subjects including drama and art. Pupils were told this was necessary to obtain a ‘baseline measure’ by which to judge future progress. For example, a teacher began his lesson on day one,

This is drama which is new to most of you.  It’s also an assessment. It’s not a test.  It’s for me to know where you are so I can judge how you will improve.  We have four things to look at; we innovate, we perform, we review and we participate. 

After going through the ‘doing drama’ rules using a Power Point slide (be safe, line up quietly, start in a circle, show respect and have fun) pupils were given name stickers, placed in groups by initial letter and set the task of planning a scene about a family reunion. The teacher told them that it had to last about a minute, contain a still image and have thought tracking, although none of these terms were defined, despite the earlier stated assumption that most of these pupils hadn’t done drama before.

Initially, there was considerable confusion so the teacher singled out one of the pupils who had earlier claimed to have previously done drama.

Teacher: So pick a character and pick an occasion. It could be Christmas or someone going away. You’ve five minutes to create a drama ending in a still image. OK! I’m hurrying you [seeks silence by calling 3, 2, 1, zero].   First you’ve got to show me your skill, so don’t be a dead baby unless you come to life in the coffin later on. Also you must face the audience because I need to see your facial expression. That’s worse than last time [again calls 3, 2, 1, zero] I want silence by zero. I’ll try again [this time the class is silent on 3]. Thank you.  You also have to be the audience. I will ask you for two positive and one negative thing about each performance.

Several groups now perform. The conversation about being a dead baby has clearly influenced the class’s thinking since the first two presentations involved a funeral where the deceased comes to life. During each performance the teacher entered marks on to his laptop. At Latchmere pupils were also subjected to testing. The art teacher began by telling the pupils that

My task is to help you develop your skills but first we are going to do a test to demonstrate your existing standard. We’re going to do shading that gives dimension and I’ll be giving you a mark [they are to draw a strawberry shaped sweet].


Other lessons were typical of what were seen on subsequent visits later in the year. The main difference was that as the year wore on teachers paid more attention to the level of attainment achieved and how this might be improved.  At Markham both afternoons of the first two days were given over to a ‘Fresher’s’ Fare’ where pupils could choose to take part in various arts or sports activities. A group of girls chose ‘street dance’ in which they learned various moves such as ‘high knees’, ‘shuffle’, and ‘doggy’. Groups were then formed to put these moves into a sequence.  In the core subjects, lessons were more conventional although in science there were examples of more interesting investigations, as at Markham where the pupils were given a raw egg in the shell and had to devise a protective cradle so that it could be dropped from a step ladder and remain unbroken. Elsewhere, at Latchmere in the first history lesson, pupils were shown pictures of various weapons and asked to place them in chronological order. The first task in science consisted of sticking the learning journal into the back of the book. This was contained in a plastic wallet which pupils sellotaped to the back page. This, it was explained, was to record progress and to indicate what more must be done to meet set targets. The teacher continued,

There will be a test at the end of every [science] module.....The test will give you a level. You will have a level from Key Stage 2.  So we will set you a target and the level from the test will tell you how well you’re achieving.  

At St Cuthbert’s it was noticeable that the teachers of creative subjects were more relaxed in their initial encounters with pupils. Whereas typically most teachers began by saying, ‘I’m Mr. Jones and I’m going to be teaching you science/maths etc.’, the art teacher at St Cuthbert’s began by showing the pupils some of his pictures including one of his young, baby daughter whom he talked about at some length. This was very reminiscent of the successful artists in Galton’s (2010b) study who always began by telling the pupils something of their personal history. Even more striking was the pupils’ introduction to DT. Pupils did not appear to notice that this teacher had been the victim of the thalidomide tragedy and that his left arm was foreshortened and had missing fingers until he brought it to their attention as he carried out a delicate soldering task.  He used the incident to encourage some of the female students who had been reluctant to use the equipment.

If I can manage this with one good hand, then you can surely manage it with two!  

Thus the first day in Year 7 was mainly concerned with settling in, doing various administrative tasks that remained over from the induction day visit, reiterating the rules, explaining the consequences for breaking these and introducing initial ideas about assessment.  For the most part the first days provided a gentle introduction to secondary school. However, as one pupil at Markham said at a subsequent interview,

We did wonder if our teachers would always be as nice as this.
Pupils’ Views of Transfer
In general, the views expressed by pupils about the transfer process were typical of those reported in earlier studies, including those in countries outside the UK (Jindal-Snape, 2010).  The majority of pupils thought induction day worthwhile. Nevertheless, some were still anxious on the first morning of the new term and had found the opportunity of having one or two days without the other year groups present very helpful.  On these days it had been possible to talk to the various senior student mentors who helped out, meet more teachers, and become familiar with the layout of the school. The most positive reaction came from a boy pupil at Latchmere:

Well I think it was all good in my opinion. I really loved it and the way they did things at the start of the year with the assemblies and then going off with maybe a teaching assistant to show you where the classrooms were so you didn’t get lost. I think that’s good and they should continue that for the new Year 7 coming up.  I wouldn’t change anything really because I really liked it.

For some, however, two days in the school without the other year groups present was too long. This reflected the view of transfer as a ‘status passage’ (Measor and Woods, 1984). These authors point out that if the process of transfer was so managed that the changes before and after the move to the big school were minimal, then pupils would have little evidence to suggest a change in status from children to young adolescents.  Nowhere, was this issue more relevant than at Markham where there was a special Year 7 teaching base and play area. Some pupils, while welcoming its existence at the beginning of the year, felt that being kept apart from the rest of the school went on for too long. 

Interviewer: Do you think it’s a good thing to have your own base?
Pupil 1: I was worried but on the first day it was fine. You only got out of your base for PE, DT, drama and dance.
Pupil 2: I think it’s bad. You don’t get to meet people older than you. The only time you meet them is on the bus.
Pupil 3: I think they should do Year 7, Year 8 and Year 9 [together] for lunch because nobody else can come in our yard. That’s unfair and we can’t see our brothers and sisters.
Pupil 4: I think we should stay in the base for most of the year but then like in the last half term of Year 7 we should start mixing so it’s not so hard when we start Year 8.

Nevertheless, most pupils said that they had settled in at their new school within a very short time, generally in one or two weeks although for some it took a little longer. Interviewed in early December this girl pupil at Latchmere offered the following mixed assessment:

I’m still settling in. I think I’ll be settling in for the whole Year 7 with different things but my Mum always says, ‘There are new challenges every day....  I mean I’ve got friends, know the teachers and also finding classrooms...that was probably the biggest thing, all these classrooms ...so I do definitely feel like I’ve settled in.

Another area which these pupils had in common with previous generations was in their choice of favourite subjects. As in previous studies of transfer, it was lessons where you made things, where you did less writing that were preferred. PE, DT, drama and dance were all singled out for praise.  Mathematics tended to be the least popular although this opinion could be modified if the teacher was ‘nice’ like the one at St Cuthbert’s who was ‘really generous and gave out ‘lots of house points’.  At Markham, science was liked because ‘you’ve got something to do and someone to talk to’, but as in previous studies it was also disliked because of the copying from the board and the homework.  The same was true of English where there were frequent group discussions in all of the schools so that ‘you didn’t always have to sit and work in silence’, while geography and history were also singled out because ‘it’s just writing out of books and copying’.  What made the difference, even in the less favoured subjects, was the teacher.  Teachers who were flexible when it came to dealing with things like forgetting kit or being late with the homework, who didn’t judge you superficially, and who made lessons interesting were very much appreciated.

Our [names subject} teacher, she’s like an actor, she acts out.She’s like exciting showing the way it actually happened. [Markham]]

They can be funny but they still have to be strict and not too nice. They have to be nice....They make the lesson fun, instead of plain facts. They have to understand what we are thinking. [St Cuthbert’s]

Well, there was one lesson. It was nice and peaceful and she let us talk, she let us sit where ever we wanted. It was nice because we had our freedom, but now she’s gone back to ‘sit here, sit there, and don’t turn around’. [Latchmere]

There were however several matters where the pupils’ responses differed from those reported in previous studies.  Those espousing ‘environmental fit’ theory, such as Eccles and Midgely (1989) have argued that it is the transition from the more ‘hands- on’ approach at primary level to the more restricted diet of the teacher directed learning at secondary school which causes the hiatus in progress, motivation and attitudes during the initial period after transfer. Their solution was to make secondary school more like its primary feeders.  It would appear, however, particularly with respect to Year 6, that primary school has become more like a traditional secondary one in the approach to teaching. The main reason for this is the pressure to obtain good SATs results. 

I thought that when you see like secondary schools and stuff on TV ...you’d get the hardest work set ever so they would say, ‘Ok. Here’s your work. Get on with it, but they taught you more. ....
There’s more activities to do in different classes. In my old school we only did writing all the time. [Markham]


In the primary school they just treated us like children. They would be like you need to do more of this or it’s OK. They didn’t care, but here they are more strict about your work. It can’t be messy, it has to be impressive, and it can’t be incomplete. If we mess about we are going to have to face the consequences [not getting a good job]. They do it for our good. [St Cuthbert’s].


In my old school there was this teacher who got angry if we didn’t understand because he didn’t think we were listening.  Here they explain things. [Latchmere]

The second point of difference from previous studies was the increased emphasis on testing and levels. While this has also increased in primary school the emphasis on regular testing, right from day one at Markham and Kenniston, made an impression on most of the pupils interviewed. Whereas in previous studies asking interviewees what made it a good day in school would elicit responses such as ‘not falling out with my friends’, ‘having my favourite subjects’, and ‘not getting loads of homework’, pupils now talked about ‘getting a good level’, meeting their targets whereas a bad day was ‘having to do boring work or a test’.

Interviewer: Has there been a day when you’ve thought, Oh I really don’t want to go to school today?
Pupil; That’s generally due to lessons. It’s nothing personal. It would be a lesson or what we are doing in lessons, boring school work or tests. ..... and there may be times when I haven’t met my targets. [Latchmere]

Pupil:  It’s different now because like in maths they chuck you a test. I got Level 5.
Interviewer: So what’s a bad day?
Pupil: Probably we’d have to do like loads of tests, or something like that. Just tests like big math’s assessments; that’s the type of test we have here.  [Markham]

Some of them.... when you’re just new they don’t know which level you are at and they said, ‘Let’s try to work at this level’ and you may feel a bit left out because you’re not at that level and they are expecting you to work at that level. [Y7 pupil at St. Cuthbert’s]

The other significant area that children talked about was the rules and the punishment for breaking these. All schools operated a strict code with increasing levels of punishment for repeated misdemeanours. Concern about the kind of treatment they could expect at the secondary school seemed to dominate thinking in the final days at primary for in one case, when the Year 7 coordinator at Latchmere visited one of its feeder primary schools, and asked if there were any questions,

The only thing anyone asked about was how detentions worked, what would you do if you were in detention. It was just bad stuff that everyone asked about, never anything good, so the only things we really knew about were the bad bits. [Year 7 girl]

In these transfer schools, however, the repeated warnings about not tolerating bad behaviour, because it prevented learning, which were preached on Induction Day and reinforced during the first few days in the new school, appeared generally to be accepted, if only because of the accompanying utilitarian argument that time spent learning in school would determine one’s life chances. Acceptance, or at least toleration of a strict code, was more likely when the rules were operated with understanding and a degree of flexibility. Thus, as reported earlier, a personal tutor at Kenniston turned a ‘blind eye’ to the pupils bringing a mobile phone to school provided it was switched off and hidden at the bottom of their bags. Teachers who substituted an extra warning instead of a detention were not necessarily seen as a ‘soft’ touch, but as someone who understood the context in which bad behaviour had occurred. Offering fun lessons and not applying the rules too rigidly were the two main criteria for judging who was or was not a ‘nice’ teacher. At Markham, for example:

Pupil 1.  There are some really nice and there are some that are like really strict.
Pupil 2: You know which ones to sort of avoid. You know which one you can like...which ones can be good.
Pupil 1: They teach well so you are getting taught well but if you do something wrong they’re not like shouting in class.


Not all teachers were like this. Some at Markham were described by one pupil as ‘really scary’

From the pupils’ perspective inconsistency was often associated with favouritism. At St Cuthbert’s several pupils expressed their frustration at the way the system operated.

They tell you off for what I think are silly things that shouldn’t really deserve getting told off. Because some pupils they do stuff that should be told off, but they get away with it. But with the little things, just because they’re that kind of person and they maybe in a friend's group, they get told off for that.

A similar view emerged from the interviews at Latchmere:

If a teacher knows you’re the sort of person who gets into trouble you probably get the blame for things that happen even if it wasn’t you.  Sometimes you are just standing up for your mate and going ‘No, it wasn’t him’ and they’re like, ‘You can have a detention as well’. 

To sum up, the majority of pupils interviewed said they had adjusted well and fairly quickly following the move to the new school.  Most teachers were considered to have the pupils’ interest at heart and the Year 7 coordinators and form tutors were particularly valued as a ‘safety net’ because they were people:

Whom you could talk to if you were worried about something or if you were struggling with a piece of homework, or whatever it may be. And then there is your form tutor.  My form tutor, I haven’t needed to talk to him about anything, but I think if I did he would be very understanding and I think it’s just lots of [these] little aspects that really help to make you feel relaxed and happy.

Some concluding comments
Table 2 summarises the main differences across the five transfer bridges over the period 1975-2015.  It would appear changing circumstances, for instance, the increasing number of academies has resulted in LEAs now having less control of parents’ choice of school, has meant that the Year 7 intake is more widely distributed. Whereas in 1975 most of the transfer schools’ intake came from three feeders, a school such as St Cuthbert’s now received pupils from across the city, while Markham and Kenniston took a significant proportion from at least six large to medium size primary schools. This has meant that pre-transfer liaison has been reduced to a minimum with one visit from the Year 7 coordinator, and the SENCO.  Head teachers no longer meet on a regular basis and as a result almost all the administrative process, apart from the transfer of Year 6 SAT test results, begins on induction days. Tasks such as assigning pupils to forms, houses and in the case of Kenniston, mixed year tutor groups take up a considerable part of induction day, often because lists have to be adjusted to take account of pupils who have turned up unexpectedly having been left off the list by the feeder school. Induction days now have therefore been extended into the first days of the autumn term to provide the required time to complete the familiarisation and administrative processes. 

Perhaps the major change has occurred in the social bridge where activities such as getting to know pupils from other schools and making friends with them receives less attention prior to transfer. Apart from the immediate need to reduce their anxiety about coping with a bigger school and the arrangements for getting there, pupils want to achieve three particular goals before they start in Year 7. They want to meet their new teachers in the transfer school and not in the feeders, since they are astute enough to know that as visitors, these teachers will show their nicer side. They want to know who will be in their form from their old school and start to get to know the pupils from elsewhere. Lastly they want to talk with the present Year 7 to ask about the various myths which surround transfer, such as the ‘royal flush’, where older pupils are supposed to put your head down the lavatory and pull the chain (Galton, 2010a).  Compared to practice in 1997-2000 far less attention is being given to these latter two goals.    

Insert Table 2 about here

In introducing the curriculum none of the four schools used bridging units. For the most part the ‘fresh start’ approach was favoured where as in the 1975-80 period, secondary teachers had few or false understandings of current primary practice and few had ever seen a primary school syllabus (Galton & Willcocks, 1987).  With both the final two bridges there was as in 1975-80 no activity. In particular we found no instances of subject teachers from transfer schools liaising or exchanging with primary colleagues. In many ways therefore the situation had moved back to how it was four decades ago except for more time spent on induction. In terms of the two approaches to transfer; transition viewed as a status passage or as an attempt to maintain person-environment fit, it was the former approach that dominated all four schools. Even in Markham, with its separate primary style year 7 base, the curriculum and its pedagogy was delivered in a manner that emphasised entering secondary education involved a ‘fresh start’.  Observer mostly encountered similar activities to those seen during the 1975-80 ORACLE transfer study. 


In one respect however practice has changed considerably. The rationale for this has been the increased emphasis on a strong performativity culture in which the focus is on each pupil’s progression along a target-led trail. This has been   accompanied by strict management of behaviour and examination changes which prioritise end of term written tests rather than a combination of these with course work. In the past, pupils who struggled with the written word, previously classified asaction plus were able to take various practical certificated courses and schools used these as evidence of progress. Now these are no longer available, schools have been forced to meet Ofsted’s inspection requirement to demonstrate ‘adequate progress’ by creating the kinds of check lists used by the Kenniston drama teacher and using many of the first encounters to determine the initial baseline measure. Talk of levels (5a, 5b, 5C etc.) dominated feedback sessions and ‘gaining a level’ now rates as highly as ‘having a favourite school dinner, getting one’s favourite subjects all in one day, and not falling out with one’s best friend.
In all four schools the rules and the consequences for breaking them were widely displayed both in shared public spaces such as corridors and in classrooms besides being printed in the pupils’ planners. They were endlessly rehearsed during the early days of the autumn term, first by heads and deputies, then by Year 7 coordinators, then again by form tutors and finally by class teachers who added a few extra personal ones.
The evidence, overall, would therefore suggest that the transfer schools’ efforts are still concentrated on overcoming the short-term concerns, mainly to do with pupils’ familiarisation and acceptance of the system. However, Demetriou et al. (2000) are undoubtedly correct when they argue that these initial anxieties are dwarfed by more serious concerns to do with friendships, getting on with teachers, coping with bullying and learning to manage the system in ways that keep the individual out of trouble while not alienating one’s peers by being perceived as too conformist. If transfer schools are forced by circumstances to have fewer links with feeders then they should concentrate on these larger concerns and make transition a whole school process so that induction day for the incoming Year 6 is extended to Year 7 moving to Year 8 etc., right up the school.
 As discussed earlier, the need for schools to think longer term in relation to transfer is supported by work in other disciplines such as that of  Nicholson  (1987) who  has concluded that successful work-role transitions consist of four phases. Phase 1, described as preparation, parallels the kinds of programme most secondary schools now offer with induction days. Nicholson’s Phase 2 consists of initial encounters  and would correspond to a post-induction programme which would  seek to build on the idea of  ‘learning to be a professional pupil’ (Lahelma & Gordon, 1997). 

Nicholson’s final two phases consist of adjustment and stabilisation respectively. At the adjustment phase normal working conditions pertain but there is frequent feedback provided on both success and failure For Nicholson, stabilisation involves future goal setting and appraisal of what is termed ‘role evolution’. This should concentrate on addressing those aspects of the pupil’s adjustment (whether social, personal or academic) where improvement is required and setting future goals for the following year. These two phases would build upon the kind of exercise seen at Kenniston in the mixed age tutor groups. Older pupils had set themselves personal targets at the beginning of the previous year (to take part in a concert, be less aggressive, gain more vivo points etc). On induction day they were required to review these, but in the group observed few of these pupils could remember their earlier resolutions and the tutor did not appear to have a record of these. Such an approach would be in accord with the findings of West, Sweeting & Young (2008) who collected pupils’ retrospective views of the transfer experience and found that higher levels of concern at transfer were positively correlated with various measures of wellbeing such as depression and self esteem at two later age points (13 and 15).  This is likely to have come about because pupils who have concerns at transfer about making friends, getting on with teachers and so on are likely to experience similar difficulties in the following years.

In deriving and sustaining such transfer initiatives it seems clear that schools also need to pay more attention to the voices of their pupils. They are the ones who have first-hand, relevant knowledge of what it is like to make the transition from primary to secondary school, as many of their comments demonstrate. They are thus in the best position to offer relevant and useful suggestions in helping to reduce some of the tensions associated with the move to the new school.






Alexander, R. (2000) Culture and Pedagogy: International Comparisons in Primary Education, Oxford: Blackwell
Ball, S. (2000) Performivities and Fabrications in the Education Economy: Towards the Performative Society? Australian Educational Researcher, 27 (2) 1-23. 
Bernstein, B. (1971) On the Classification and Framing of Educational Knowledge,in M. Young [ed] Knowledge and Control, London: Collier MacMillan.
Bernstein, B. (1975) Class and Pedagogies, Visible and Invisible, in B. Bernstein [ed] Class, Codes and Control, Volume 3, Towards a Theory of Educational Transmissions, London: Routledge & Kegan Paul.
Braund, M. (2007) ‘Bridging work’ and its role in improving progression and continuity: An example from science education, British educational Research Journal, 33 (6) 905-926.
Brown, J. & Armstrong, M. (1986) Transfer from Primary to Secondary: The child’s perspective, in M. Youngman [ed] Mid-Schooling Transfer: Problems and Proposals, Windsor: NFER-Nelson.
Chedzoy, S. M., & Burden, R. L. (2005). Making the Move: Assessing student attitudes to primary-secondary transfer’. Research in Education, 74, 22-35.
Delamont, S. (1983) The Ethnography of Transfer, in Galton & J. Willcocks [eds] Moving from the Primary Clasroom,London: Routledge and Kegan Paul.
Delamont, S. & Galton, (1986) Inside the Secondary Classroom,London: Routledge & Kegan Paul.
Demetriou, H., Goalen, P. & Rudduck, J. (2000) Academic performance, transfer, transition and friendship: Listening to the student voice, International Journal of Educational Research, 33 (4) 425-441. 
Dutch, R. and McCall, J. (1974) ‘Transition to secondary-an experiment in a Scottish comprehensive school’, British Journal of Educational Psychology 44, (3)
Eccles, J. and Midgley, C. (1989) stage Environment fit: Developmentally appropriate classrooms for young adolescents, in Ames, R. and Ames, C. [Eds] Research on Motivation and Education: Goals and Cognition, New York: Academic Press.
Evangelou, M., Taggart, B., Sylva, K., Melhuish, E., Sammons, P. and Siraj-Blatchford, I. (2008) What Makes a Successful Transition from Primary to Secondary School? Effective Pre-school, Primary and Secondary Education 3-14 Project (EPPSE 3-14) Research Report DCSF-RR019, Annersley, Notts: department for Children, Schools and Families.
Fuller, K., Thomas, F. & Horswell, C. (2005) Key Stage 2 to Key Stage 3 transition Project, Crown Copyright, Department of Children, Schools and Families (DCSF) Publications
Galton (2010a) Moving to Secondary School: What do pupils in England say about the experience? In D. Jindal-Snape [Ed] Educational Transitions; Moving Stories from Around the World,London: Routledge. 
Galton. (2010b) 'Going with the Flow: The pedagogy of artists working in schools,' Research Papers in Education. 25 (4) pp 355-375
Galton and Page, C. (2015) The Impact of various creative initiatives on the wellbeing of children in English Primary Schools, Cambridge Journal of Education. 45 (3) 349-370.
Galton, M. and Willcocks, J. (1983) (Eds.) Moving from the Primary School, London: Routledge and Kegan Paul.
Galton, M, Gray, J. & Rudduck, J (2003) Transfer and Transitions  in the Middle Years of Schooling (7-14) Continuities  and Discontinuities in Learning, Research Report RR443, Nottingham: DfEE Publications
Galton, M, Gray, J. & Rudduck, J (1999) The Impact of School Transitions and Transfers on Pupil Progress and attainment, Research Report RR131, Nottingham: DfEE Publications
Glaser, B. and Strauss, A. (1971) Status Passage, London: Routledge & Kegan Paul.
Hargreaves, L. and Galton, M. (2002) Moving from the Primary Classroom: 20 Years On, London: Routledge.
ILEA. (1986). ILEA Transfer Project. London: Inner London Education Authority.
Jennings, K. & Hargreaves, D. (1981) Children’s Attitudes to Secondary School Transfer, Educational Studies, 7 (1) 35-39.
Jindal-Snape, D. (23010) Educational Transitions; Moving Stories from Around the World, London: Routledge. 
Lahelma, E. & Gordon, T. (1997) ‘First day in secondary school: learning to be a professional pupil,’ Educational Research and Evaluation, 3 (1) 119-139
McLellan, R. & Galton, M. (2015) The Impact of Primary-Secondary Transfer on Students’ Wellbeing, Final Report to the Nuffield Foundation, University of Cambridge: Faculty of Education. 
Measor, L. and Woods, P. (1984) Changing Schools: Pupils perspectives on transfer to a Comprehensive, Milton Keynes: Open University Press.
Nash, R. (1973) Classrooms Observed, London: Routledge & Kegan Paul.
Nisbet, J. & Entwistle, (1969) The Transition to Secondary School, London: London University Press.
QCA (2002) Transition Units (English and mathematics) London: Qualifications and Curriculum Authority.
Nicholson, N. (1987). The Transition Cycle: A Conceptual Framework for the Analysis of Change and Human Resources Management. Research in Personnel and Human Resources Management, 5, 167-222.
Northern, S.(2012) Schools Strive for Pupil’s Happiness, The Guardian, 16th January. http://www.guardian.co.uk/education/2012/jan/16/children-wellbeing-schools-ofsted.
Ofsted (2014) Below the radar: low-level disruption in the country’s classrooms, www.ofsted.gov.uk/resources/140157 (​http:​/​​/​www.ofsted.gov.uk​/​resources​/​140157​) (accessed 4th November, 2015) 

Pollard, A. (1985) The Social World of the Primary School, London: Holt, Rinehart & Winston.
Spelman, B. (1979) Pupil Adaptation to Secondary School, Publication No. 18, Belfast: Northern Ireland Council for Educational Research.
Symonds, J. and Galton (2015) Moving to the next stage of school at age 10-14 years: An international review of psychological development at school transition, Review of Education, 2 (1) 1-27.

Symonds, J. and Hargreaves, L. (2016) Emotional and motivational engagement at school transition; A qualitative study of stage environment fit, Journal of Early Adolescence, 36 (1) 54-85.
West, P., Sweeting, H., & Young, R. (2008). Transition matters: pupils' experiences of the primary-secondary school transition in the West of Scotland and consequences for well-being and attainment. Research Papers in Education, 1-29.
Youngman, M., (1978) Six reactions to school transfer, British Journal of Educational Psychology, 48, 4, 280-289.















^1	  Corresponding author, e-mail: mg226@cam.ac.uk
^2	  In the September 2013 when the case study took place the new EHCP (Education, Health and Care Plan) replaced the old system of statementing.
